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Abstract
Yakima Alternative Education Program:
Serving At-Risk Students in Grades 9-12
by

Earls. Lee
The project describes and analyzes the Alternative School program of
the Yakima (WA) School District. The project reviews the nine components
that make up the alternative programs for the Yakima School District: (1)
Stanton, (2) Outreach, (3) Project 107, (4) MAS, (5) The Place, (6) Detention
Home, (7) Crossroads, (8) Key-OIC and (9) Stride. The project will identify
the critical attributes of each program in an effort to clearly understand how
they each promote the educational growth of high risk students in grades 9-12.
Techniques, instructional materials and educational resources used by teachers
and students will be discussed.
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Chapter 1
Introduction

Today there exists in the traditional school system a crisis in education.
As Glasser (1990) observes "the latest studies show that American thirteen
year olds, whose scores on achievement tests have been dropping steadily, now
rank below almost all their counterparts in the rest of the world in math and
science" (p. 5). Butler (1989) points out that at-risk youth cost this nation
billions of dollars in lost productivity. Butler maintains "that each year nearly
1 million children drop from the nation's public schools. Most are marginally
literate and virtually unemployable" (p. 50). Some students, particularly those
who are socially or economically disadvantaged are not well served by our
public schools. If we, as a nation, do not change the way we deal with the
education of children born into poverty, discrimination or neglect, the United
States will face the certainty of a permanent and growing underclass, an
underclass of students at-risk.
Alternative schools have had some success in providing an effective
education to children who might be classified as at-risk. Hurley (1982) found
alternative school programs were smaller and provided more individualized
instruction than conventional schools. Alternative programs offered a small
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school atmosphere where warmth, caring and intensive personal attention and
direction were provided on an individual basis.
Alternative programs have been expanding in recent years. Young
(1990) maintains that in Washington state public alternative schools increased
from 52 schools with an enrollment of 6,274 in 1981 to 104 schools with an
enrollment of 9,945 in 1988. Nationally, the number of public alternative
students have grown from three million in 1981 to some four million, or
nearly seven percent of the public school population, in 1988.
The Yakima School District has had varied amounts of success with its
at-risk students due, in part, to the diversity of its alternative programs. The
district has developed an extensive and effective alternative education program
that attempts to serve at-risk students. Each alternative school program is
unique and serves different kinds of students with different needs. Some of
Yakima's alternative programs are single teacher operations with only 25
students. The largest program enrolls 280 students and has a teaching staff of
eleven.
Having had the opportunity to work as a program manager, coordinator
and teacher in several of the alternative programs, this investigator has been
able to understand the vital role alternative education has played in helping
these various students to complete their education. It is essential that these
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students be provided other options to traditional school work. Many variables
make it impossible for traditional education to occupy center stage.
Numerous, complex societal problems such as pregnancy, break up of the
family unit, problems within the family unit such as incest, suicide, drugs,
alcohol and lack of positive identification symbols have caused parents to look
to the schools as a safe haven for students trying to live a somewhat normal
life style.
Statement of the Problem
American society has not yet been willing to cope with the many
problems facing its communities. If the nation is to have any success in
solving some of the difficult social problems facing it, then it must look to an
improved public education system. It is this writer's belief that the alternative
school concept holds promise for improving some of the social problems
mentioned earlier. Improving cognitive skills, affective qualities or increasing
support services in public education have been emphasized in schools for
years, but have not been focused on students with the greatest need.
Even though curricula have been developed to deal with the many
problems facing the students, they have not adequately dealt with the problems
of all American youth, perhaps because of the lack of appropriate knowledge
regarding different ethnic and social groups.
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Significance of the Study
As Hurley (1982) points out, "alternative education programs are
desperately needed in our schools to alleviate the effects of disaffection and
disruption" (p. 58). Negative social and economic conditions perpetuate
generations of welfare dependency, criminals, unwed mothers and abusers of
our society. While the best approach for eliminating at-risk youth is probably
early intervention in the preschool years, alternative programs for older youth
are necessary. Alternative schools and their programs are staffed by teachers
who are trained and know how to meet the needs of these youth. Alternative

)

schools and their programs provide the necessary support services to meet
these children's needs. Clearly alternative education is a viable place to start
turning these lives of older at-risk students in a positive direction.
Purpose of the Study
Descriptions of alternative programs are few and difficult to find. It is
this writer's intention to describe the alternative programs in one school
district that have had some success with educating at-risk students. The
project will identify the critical attributes of each program in an effort to
clearly understand how they each promote the educational growth of high risk
students in grades 9-12. Techniques, instructional materials and educational
resources used by teachers and student will be discussed.

5

Limitations of the Project
This project is limited to a description of alternative education
programs serving at-risk students in grades 9-12 in the Yakima (WA) School
District.
Definition of Terms
At-risk: Student that possesses problematic characteristics, for example
dropouts, unwed mothers, poor school attendance, poor, abused children,
adjudicated youth, low achievers and children that possess low self-esteem.
(Hurley, 1982)

Alternative Education: Schools that provide alternative learning experiences to
those provided by conventional schools. Some key characteristics of these
schools are that they are (1) available by choice and are (2) available to the
community at no extra charge. (Smith, 1974)
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Chapter 2
Review of the Literature
Introduction
Schools accept failure as ordinary and expected despite a compelling
body of knowledge which reveals that every pupil could succeed if appropriate
adjustments were to be effectively planned and honestly implemented. Young
(1990) maintains that within alternative schools and programs there is
frequently greater tolerance of research and experimentation. Many options
began as experiments themselves and a positive attitude toward change
remains. Today, public alternative schools are more active in educational
experimentation than conventional public schools. Learning styles, flexible
scheduling, team teaching, cooperative and community-based learning,
individualized instruction, mentoring and behavioral modification techniques
can be found in practice.
Young (1990) maintains that alternative schools are often on the cutting
edge of the social issues that confront public education. Substance abuse is a
primary example. This social issue was the focus of a number of alternative
schools and programs long before it became fashionable to include it in
conventional public schools. Other topics with a long history of involvement
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in alternative schools include vandalism, child abuse, assertiveness training,
teenage pregnancy, and day care.
As Young (1990) points out, the popularity of public alternative
education in the 1970's generated considerable research on the effectiveness of
various schools and programs. As the newness wore off and the popularity of
alternative education subsided, so did research on the subject. Since 1980 the
number of published studies on the effectiveness of public schools of choice
have been relatively few. As a result, some of the research base for
alternative education has remained dependent on studies conducted during the
1970's. Reliance on earlier research presents some problems, however. Early
evaluations of alternative schools and programs were characterized by weak
research design and inadequate data collection. As a result, conclusions about
the effectiveness of these programs are, at best, tenuous.
Research on Alternative Schools
In alternative education's infancy stage, Duke and Muzio (1978)
attempted to answer the question "How well do alternative schools educate
students?" Their conclusion: "Data contained in the nineteen evaluations and
reports we reviewed do not permit us to answer this question with any degree
of confidence.... We only hope that the quality of the evaluations does not
reflect the quality of the programs being evaluated" (pp. 481-483). The
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authors listed a number of weaknesses in the evaluations they reviewed. The
most glaring included:
•

lack of a control of comparison group

•

poor record keeping

•

no randomized sample of students, teachers and parents

•

failure to report data on program dropouts

•

lack of pre- and post-test comparisons

•

lack of follow-up on dropouts and early graduates of programs

•

tendency to apologize for or offer impressionistic data
concerning negative results

Duke and Muzio further point out that most research studies on alternative
education conducted by investigators in the 1970's relied on data generated by
the schools and programs themselves and are of questionable value for the
reasons listed above. Since 1980 better studies have been conducted using
data generated by independent investigators. A review of these studies
follows.
The extent and variety of public alternative schools were surveyed by
Raywid (1982). She contacted 2,500 secondary alternative schools and
programs in 1981. Twelve hundred of the schools responded to the survey.
The survey collected information on the types and distribution of options
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around the country. In addition to that information, the survey revealed that
the following qualities characterized these schools and programs:
•

High staff morale, 90 percent of teachers felt strong ownership
of their programs.

•

Increased student attendance, 81 percent of schools reported
student attendance had increased or greatly increased compared
to patterns at previous schools.

•

Good student-teacher relationship, 63 percent of the schools
identified student-teacher interaction as their most distinctive
feature.

•

Smallness, 69 percent of the schools had fewer than 200
students.

•

Choice, 79 percent of the students were there by choice.

Raywid's study was primarily a descriptive one. Except for data on
attendance and teacher morale, no attempt was made to evaluate the
effectiveness of the schools in improving student attitudes or achievement.
The relationship of student and teacher attitudes to alternative and
conventional schools was analyzed by Smith, Gregory, and Pugh (1981). The
authors chose seven alternative and six conventional high schools for
comparison. While the thirteen schools were not systematically matched, they
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were all judged as good or very good by most educators and were a source of
pride in their respective communities.
Smith et al (1981) studied a sample of 459 alternative high school
students and 104 of their teachers, along with 622 conventional high school
students and 379 of their teachers, were administered the Statements About
Schools Inventory (SAS). Designed specifically for the study, the SAS
contains four scales corresponding to the top four levels of Maslow's hierarchy
of needs: security, social needs, esteem, and self-actualization.
Security needs included a stable, orderly, and controlled environment.
A high score on the scale indicated an environment that was controlled and
ordered without being oppressive. A low score indicated an environment with
little emphasis on control and order. Social needs represented the opportunity
to establish friendships with students and teachers and belong to a group. A
high score on the scale indicated an environment that emphasized social
relationships and feelings of belonging to a group. A low score indicated an
environment not committed to socializing. Esteem needs involved feelings of
success and capability. A high score reflected an environment that fostered
many paths to success and reduced those to failure. A low score reflected an
environment that did not emphasize success. Self-actualization needs
represented individuals' growth in becoming more complete and self-satisfied.
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A high score indicated an environment that fostered personal growth. A low
score indicated an environment less committed to personal growth.
The results of the SAS administration were dramatic. Students and
teachers in the alternative schools scored significantly higher than their
conventional counterparts in the areas of social, esteem, and self-actualization
needs. They also scored higher, but not significantly higher, on security
needs. The authors believed that choice was the reason for the dramatic
showing of the alternative schools. In their words: "Common sense leads one
to conclude that individuals are more likely to value and see merit in programs
)

they elect to attend than those imposed upon them" (Smith et al., 1981, p.
564).
The attitudes of delinquent students attending alternative and
conventional schools were analyzed by Gold and Mann (1984). The authors
compared approximately sixty at-risk students from three alternative secondary
schools with a matched group of students from conventional secondary schools
in the same districts. Alternative and conventional students were matched by
age, sex, grade point average, discipline history, self-esteem, and attitude
toward school. Pre- and post-test results over the school year were the basis
for comparison. The study yielded the following results:
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•

Alternative students were significantly less disruptive in school
at the end of the study than conventional students.

•

Teachers rated alternative students who returned to conventional
schools as slightly better behaved than conventional students.

•

Alternative students were significantly more positive about
school and confident in their role as students than conventional
students.

•

While alternative students received slightly improved grades
when they re-enrolled in conventional schools, their achievement

)

test scores did not improve and were not different from those of
conventional students.
The relationship of the culture of alternative and conventional schools
to student attitudes was reported by Gregory and Smith (1987). Gregory and
Smith compared a small (175 students, 12 teachers) alternative high school,
which they called Lilliput, with a large (1,000 students, 70 teachers)
conventional high school, which they called Gulliver, located in the same
community. Gregory and Smith concluded that teachers and students at
Lilliput shared similar values and a common educational philosophy. At
Lilliput, student and teacher roles were less distinct than at Gulliver. The
focus on goals and commitment to them was greater at Lilliput than at
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Gulliver. At Lilliput students had more personal freedom. For example,
students and teachers were on a first-name basis and there were more out of
class activities such as picnics, field trips. Students at Lilliput were able to
address personal and academic concerns with teachers. At Gulliver there was
no deviation with regard to the prescribed curriculum. Lilliput was more
flexible with regard to the educational, instructional and personal needs of the
students. At Lilliput a greater level of trust and respect for teacher and
student was apparent. The authors found that the primary concern at Gulliver,
unlike Lilliput, was to control the student. Cliques thrived and because of its
)

size Gulliver was unable to attend to its students' affective needs to the degree
that Lilliput could because of its smaller size. The authors also felt that
because of Lilliput's size it could help develop a sense of community.
Gulliver and Lilliput were almost identical with regard to achievement
test scores. However, Lilliput ranked higher on the SAS inventory in selfesteem and various other social affective human qualities. The report
concluded that students in alternative schools have more positive attitudes
about themselves and about school than similar students attending conventional
schools. The report also tested the theory of "is bigger better?" In the final
analysis regarding Gulliver and Lilliput, the smaller program (Lilliput) proved
to be better for students' affective growth.
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Research by Barker and Gump (1964) has found evidence that small
schools are preferable to large ones. Barker and Gump's results are supported
by a number of researchers (e.g., Coleman, 1981; Garbarino, 1980; Grabe,
1976; Ianni and Reuss-Ianni, 1979; Lindsay, 1982, 1984). Grabe (1976)
found greater student participation in extracurricular activities in small schools,
which, in turn, influenced student self-esteem. Lindsay's 1982 study found
that small school size increased student participation and student satisfaction
and attendance. Results from Lindsay's (1984) study indicated that students
from small schools experienced greater participation in extracurricular
activities than students in large schools, which, in turn, had a positive effect
on later participation in social activities as young adults. Ianni and ReussIanni (1979) concluded that large schools encouraged violence and disruption,
and Garbarino (1980) observed that large schools contributed to adolescent
crime.
Young (1990) maintains that a clear mission and sense of community
facilitate agreement among staff and students about the direction of a school,
which, in turn, contributes to increased school or program effectiveness.
Effectiveness in the typical conventional school is more difficult because it
must serve a much larger and heterogeneous clientele. It cannot concentrate
resources and effort on any one particular group of students for fear of
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upsetting the rest. Therefore, its response is to offer a little something for
everyone, thus pleasing, but offending no one. A sense of community and
clear mission are important characteristics of effective private schools and
businesses, as well as public schools of choice.
Characteristics of Effective Alternative Schools
Young (1990) observes that these characteristics of effective public
alternative schools and programs are found also in the literature on effective
businesses. Peters and Waterman, in their bestseller In Search of Excellence
(1983), identified eight characteristics of effective businesses:
1.

A bias for action: a willingness to experiment, innovate, do
something;

2.

Closeness to the customer: listening to and caring about the
needs of the customer;

3.

Autonomy and entrepreneurship: encouraging independent
decision making and risk taking;

4.

Productivity through people: treating employees with respect,
rewarding them appropriately;

5.

Hands-on value-driven character: standing for a common
purpose, having a shared set of values;

6.

Sticking to the knitting: specializing in what you do best;
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7.

Simple form, lean staff: remaining simple organization small is
beautiful;

8.

Simultaneous loose-tight properties: allowing autonomy within a
central direction.

From our review of the literature we can see that most, if not all of
these characteristics are found in alternative schools and programs.
1.

Public schools of choice typically demonstrate a willingness to
innovate and experiment. They are frequently on the cutting
edge of educational issues and change.

2.

They are close to their customers (students), attending to a
variety of academic and nonacademic needs through a concern
for the whole student.

3.

Their smallness allows greater program autonomy and decision
making than is the case in most conventional schools.

4.

Treating students with respect, emphasizing group cooperation
rather than individual competition, and rewarding appropriately
are hallmarks of public schools of choice. Student success is
not dependent on the failure of others.
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5.

The smallness of schools of choice facilitates a common set of
shared values and goals among students and staff. These
schools stand for something.

6.

By not being all things to all people, schools of choice can
specialize in and concentrate on what they do well. The student
clientele served and curriculum offered are frequently limited,
allowing the school to focus on the most important and
immediate needs of students.

7.

Small is beautiful, and most public schools of choice are
typically small. They operate with a simple organization and
lean staff (sometimes too lean).

8.

Finally, although they operate within the guidelines of the
central administration, they are able to exercise some individual
autonomy. Sometimes that autonomy is the result of neglect by
the central administration. More often, however, it is the
recognition of expertise and effectiveness (p. 50-51).

Testimony of the relationship between effective schools of choice and
effective businesses comes from Time for Results (National Governors'
Association, 1986). In this report the nation's governors noted:
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Experience with public alternative schools shows that many have
the distinct shared philosophy, mission, and faculty agreement
called for in literature on effective schools. Indeed, many
outstanding schools share certain characteristics of effective
corporations. One of the similarities is clear, distinct, focused
mission. When schools are permitted to develop some
specialization, their effectiveness increases. (p. 69)
As the report indicates, we can learn a lot from public alternative
education. The call for a "clear, distinct, focused mission:" from our schools

)

is one we hear a great deal about today. Conventional public schools,
especially the comprehensive high school, are seen by many as having no
focused mission. In the attempt to be all things to all students they have come
to stand for very little. What public alternative education offers is an array of
specialized options, each with a clear, distinct, and focused mission and each
with the necessary shared commitment to a set of values to provide success.
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Chapter 3
Procedures
Being a long time teacher in the alternative programs and having been
program manager of three different programs, the author has considerable
experience working with these programs and the expertise regarding what
educational questions to ask of the Yakima alternative programs and of the
people that are viewed as the authorities on the subject of Yakima alternative
education programs. The Young book Public Alternative Education Options
and Choice for Today's Schools was a tremendously useful resource. This

)

book proved to be very informative regarding alternative education in general
and the Yakima alternative education program in particular.
The Director of the Yakima alternative programs, shared his many
years of knowledge and expertise. The principal of Stanton Alternative
School, the largest alternative school in the district, shared what he feels
makes an effective alternative program. Many teachers who are presently
working in the Yakima alternative education that were interviewed were quite
vocal with regard to stating their views and suggestions about alternative
education programs in Yakima.
The author also had the opportunity to attend two youth at risk
conferences where the primary emphasis increasing participant knowledge of

)
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dealing with at risk youth. The Central Washington University, Yakima
Valley College and University of Washington libraries were also a tremendous
help in the search for as many resources as could be found pertaining to
alternative education programs. A June 20, 1991 workshop that was
conducted by the Yakima schools in which every program was represented led
to consensus on what the Yakima alternative education mission should be.
This workshop was also quite helpful. The students of the Yakima alternative
programs were interviewed and were very vocal with regard to what the
Yakima alternative programs meant to them. For 1991-92 the author has been

)

given the opportunity to name and develop a program with an emphasis on
gang prevention. The name of the program will be Elite. Elite means
everyone learns in this environment.
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Chapter 4
Yakima's Alternative School and Programs

Stanton
Stanton is the largest alternative school in the Yakima school district.
Begun in 1971, it was originally called the Upstairs School and was designed
to serve only teenage mothers. It later expanded to include any teenage
parent. Although it now serves a wide range of students ages 14-20, teenage
parents remain its primary focus. Currently 20 percent of the student body is
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in the teenage parent program. The school enrolls approximately 280 students.
There is a very small percentage of minority group members. Many students
come from single-parent, low-income homes. Most of the students qualify for
the federal government's free or reduced-price lunch program. A number of
the students live on their own and support themselves. The students generally
have attended more than one school before coming to Stanton. Many students
live with other students that also attend Stanton.
Stanton is located in a vacant elementary school on the far southeast
side of town; 1988-89 was its first year at this location. Before moving to the
Stanton location, the option had been housed at Madison, a vacant elementary
school in the downtown area, but increasing drug-related activity in the
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downtown and the poor condition of the building forced a move. The facility
is newer and offers sufficient classroom space, a multi-purpose room,
cafeteria, nursery, and library. The neighborhood is more residential and free
from drug-related activity.
A complete high school curriculum is offered by a staff of eleven
teachers, two counselors, a principal, and director. The school day runs from
8:00 A.M. to 2:35 P.M. Monday through Thursdays and from 8:00 to 11:55
A.M. on Fridays. Friday afternoon is reserved for student makeup of
incomplete work, attendance and discipline violations, faculty and student
interaction, sporting events, faculty meetings, and home visits.
The academic year is divided into six minimesters of six weeks each
instead of the twelve-week trimesters that are standard in the district's
conventional schools. The purpose of more frequent and shorter grading
periods is to give the students immediate feedback regarding their progress or
failure. Students who get behind in their conventional schools can enroll at
Stanton to get credit in six weeks then they can transition back into their
conventional school to graduate with their class. The minimester format is
used in all the district's alternative programs.
The school day consists of seven periods (six of fifty minutes and one
of thirty minutes). In the fifty-minute periods traditional subjects, such as
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world history, algebra, business education, reading, art, physical education,
and general science, are taught. During the thirty-minute period all students
participate in a course titled "Family." Here they meet in small groups with
their teacher/advisor to develop friendships within a small-group setting and to
focus on interdisciplinary skills, leadership training, developing the trust of
others and self-esteem building.
Developing personal relationships with students and meeting individual
needs is expected of teachers at Stanton and of all teachers in the district's
alternative programs. Their role is that of a teacher/counselor who is
)

responsible for both the cognitive and affective needs in students' education.
Class size is kept relatively small (sixteen to eighteen) to facilitate the
teacher/counselor role.
Instruction in the regular courses is primarily whole-class and teacherdirected. There is some individualized work, particularly in reading and
creative writing, but most work is of the cooperative learning format where
students work in groups so that all participants can achieve success. The
curriculum emphasizes affective student/teacher personal development, basic
skills acquisition and general knowledge. Students who want specialized
vocational or advanced academic coursework must take those subjects at the
regional skills center or at either of the district's two conventional high
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schools. Approximately five percent of Stanton's students are dual enrolled in
either the skills center or a conventional school. Students earn letter grades
for completed work and upon successful completion receive a high school
diploma from one of the two conventional high schools. An 80 percent
attendance rate is required for the granting of credit.
Seventy-five percent of Stanton's students are or have been involved in
drug and alcohol abuse. A support group (Care Team) is offered for students
trying to end their dependence. The school works closely with a number of
social agencies (AJ Consultants) primarily to obtain outpatient help for students
with medical and emotional problems. Most of the school's teachers have
undergone training in alcohol and drug awareness and are competent to serve
as counselors.
Most of Stanton's students are poor and work to support themselves,
their friends, and their families. As a concession, the school allows the
students to earn up to seven elective credits per year for work credit. Students
must bring in their paystubs to the counselor at Stanton and obtain
documentation of their work from their employers. These elective credits may
not be used for academic or vocational requirements. Any student enrolled in
any of the district's alternative programs can use the work credit option.
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Strengths and Weaknesses
In 1988-89, Stanton certified approximately 200 students for the GED.
In 1987-88, forty-four students earned high school diplomas; in 1988-89 the
number was 68. The trend was expected to increase in 1989-90. One
counselor from Stanton administers all of the GED tests to students at the
Southeast Community Center every Wednesday from 6:00 P.M. to 9:00 P.M.
for the Yakima alternative program.
Stanton offers a comprehensive educational program. Support groups
are in place to deal with the student's physical and psychological needs.
Teachers develop a close knit affective relationship with students. Teachers
believe that all students can learn. Most of Stanton's teachers are trained in
the ODOM processes, the primary goal of which is to promote teacher and
student successes in the classroom. The teachers have also been trained in
Glasser's control theory and reality therapy. There is a nursery provided for
teen parents so that they can attend school.
Stanton cannot compete with the conventional schools regarding their
comprehensive course offerings because it is unable to provide the student with
a complete academic education. It also does not provide an environment that
is attractive to minority students. The teachers, on a whole, are not able to
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meet the needs of the students because they have very little interaction with
their students after school hours.

MAS is the second largest program in the Yakima alternative school
system. Located in the Southeast Community Center with Stride, MAS has an
enrollment that is 100 percent Mexican-American. MAS means Migrant
Alternative School, which is also the makeup of this program. The students
that participate in this program generally work in the morning and attend
school during either the 9:00 A.M. to 2:00 P.M. or 6:30 to 9:30 P.M. time
schedule, whichever accommodates their working schedule. MAS is a
program that offers limited speaking Hispanics an opportunity to learn enough
English to pass the GED and compete for jobs that ordinarily would not be
available to them due to their limited abilities in English.
The real plus regarding this program is that it promotes the cultural
pride of its students. If English is not their native language, they use both
English and their native language in the classroom in an effort to create more
confidence and increase self esteem. Until these students respect themselves,
nothing else will make a difference. To succeed they need to catch up in the
two main areas they have fallen behind in, skills and self image.
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The main educational emphasis for these students is to learn enough
English to pass a GED test, enabling them to move into a more stable job
environment than farm labor. The program consists of three teachers and two
aides. All of the teachers and aides are bilingual. There are approximately
180 students in this program.
Strengths and Weaknesses
MAS is a very successful program and has certainly outgrown its space
at the Southeast Community Center. Plans are now being made to find a
larger place for the program. At least 60 percent of MAS students complete
their objective of learning limited English and acquiring their GED. All of the
MAS teachers and aides are bilingual making it easier to communicate and
thus portraying to the students the teachers real concern for them. The MAS
program gives students an opportunity to achieve success in the area that they
must compete in for jobs.
The primary weakness of the program is that the students have to
follow the crops, thus affecting the overall success rate of the total program.
Students, because of work demands and the migratory nature of their
employment, do not get the opportunity to gain the most from their education
in one stable area.
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The Place
The third largest alternative program offered by the Yakima school
district is the Yakima Learning Center, or The Place. The Place was started
in 1968 originally housed on Second Street and Walnut Street in the Beneficial
Finance building. The program is funded and operated jointly by the Yakima
school district and the Washington State Division of Juvenile Rehabilitation
(DJR). The district provides the teachers and curriculum materials and DJR
provides the facility, transportation, and supplies. The Place is one of six
state learning centers operated by DJR.
The Place is located at Third Street and Lincoln. It includes four
classrooms, a science lab, a woodshop, an arts and crafts room, a library, a
game room, a universal gym, and a locker room and showers. The program
serves seventy to seventy-five students ages 15-20, three-fourths of whom are
male. Approximately 12 percent of the students are minority.
Most students are adjudicated youth. Students on parole or probation
are given priority and make up 75 percent of the program's enrollment. These
individuals have either been committed to an institution, placed in a group
home, or are living at home while fulfilling a community service requirement.
The program's three vans are used to transport students from a variety of
locations to attend The Place. The 25 percent of nonadjudicated students are
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young people with personal or academic problems that have kept them from
being successful in regular schools. Virtually all of the students at The Place
are poor and come from single parent homes. Most qualify for the federal
government's free or reduced-price lunch program.
The Place is administered by a program director employed by DJR.
She oversees six teachers, three counselors, and one instructional aide, who
together offer a complete high school curriculum. The school day is virtually
identical to that of Stanton's. Students attend six fifty-five-minute periods
from 8:00 A.M. to 2: 10 P.M. Monday through Thursday and a shorter
schedule from 8:00 to 11:45 A.M. on Friday. As at Stanton, Friday
afternoons are used for makeup of incomplete work, student/faculty
interaction, attendance and discipline violations, sporting events, and faculty
meetings. The six-week minimester grading period is used. Students are
working to earn their diploma from one of the two conventional high schools.
There is no GED option.
The subjects offered at The Place are the same which are offered at
Stanton. Students may attend the two high schools or the Skills Center for
academic or vocational classes. Contract and independent work are available
for students who are unable to attend The Place full time. Students with full-
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or part-time jobs, teenage parents, and mothers-to-be are the typical contract
students and make up 10 percent of the enrollment.
Contracts are available to all students who need additional academic
work to complete their course work. Contract students come in weekly to
have work reviewed and to receive new assignments from the contract teacher.
As at Stanton, students may receive up to seven elective credits for job-related
activities. Attendance is required, but the 80 percent rate at Stanton is not
enforced at The Place.
Instruction used to be completely individualized. Now it has taken on
cooperative group learning components. Students are at various levels of
ability and at various stages of high school completion. State funding keeps
the student teacher ratio at ten-to-one. Students work in materials appropriate
for their ability level and at their own rate. Most students are performing two
to three years below grade level. Motivation, self esteem and dependence on
their peers for direction have caused problems even for the above average
learners.
As at Stanton, a daily thirty-minute period called "Family" is also a
part of the school day. As at Stanton, students meet in groups to develop
interpersonal communication skills, self esteem, problem solving and to plan
get-togethers. The teacher's role in "Family" is that of counselor or
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facilitator, and the agenda is often open-ended to take advantage of student
needs and concerns. A substantial amount of group counseling occurs in
"Family."
Drug and alcohol abuse is a serious problem among students at The
Place. Approximately 90 percent of the students have experienced or are
experiencing substance abuse. Most of the teachers have been trained in
substance abuse awareness, control theory reality therapy, and all are expected
to counsel students who are having problems with dependency and personal
issues. Teachers meet weekly with a drug and alcohol consultant from A J
Consultants to discuss various students and their substance abuse problems.
Some students are referred to various social agencies and contracted services.
A weekly student support group meets with one of the teachers who is also a
certified drug and alcohol counselor. Students attending The Place are
provided with a vast number of resources to help them succeed in life.
Strengths and Weaknesses
The Place has programs and counselors on site to deal with the
problems that affect most of its students. Skills training and counseling
programs are available to deal with the most apparent needs of the students.
The Place attracts primarily adjudicated youth thus being unable to
provide its much needed services to the general population. Many students
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shy away from The Place because of its reputation for having trouble makers
in attendance. Students in attendance working toward their high school
graduation has been on the increase. Average daily attendance in 1988-89 was
60 percent. The percentage may not seem very significant, it reflects much
improvement over these exact students when they were attending conventional
schools. A 1986 study conducted by the director found that students at The
Place increased their attendance by a third over what it had been at
conventional schools.

Key/OIC
The Key/OIC program operated during the 1990-91 school year out of
a facility leased by the Opportunities Industrialization Center (OIC) located at
1201 Fruitvale Boulevard. Yakima's OIC is part of a national organization
that operates adult education and job-training programs funded by federal
grants. The district rents one large and one small classroom from OIC for its
two full-time teachers (both female), one instructional aide, and thirty to forty
students. Approximately 65 percent of the students are white and 35 percent
are minority. Most of the ·students come from economically disadvantaged
homes. Most qualify for the free or reduced-price lunch program. Ten
percent of the students are teenage parents.
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Students are attracted to Key/OIC because it is smaller, closer to where
they live and has a job placement program on site. The teachers at Key/OIC
will not tolerate students using or being under the influence of drugs. Students
engaging in drug-related activities are dropped from the program, no
exceptions. The students that are experiencing drug related concerns are
transferred to The Place or Stanton for counseling and support groups.
Students are also attracted to the program because of its cooperative
arrangement with OIC. Many job training programs are offered at OIC (from
clerical, sales and the summer youth program) where they can receive $4.25
)

per hour for their participation. Many of the students participate in this
cooperative arrangement.
The school day is divided into six periods that begin at 8:00 A.M. and
end at 2:14 P.M. Like Stanton and The Place, students attend school Monday
through Thursday all day and half day on Fridays. First period consists of the
two teachers teaming to assist students working on contracts and independent
work in science and math. Second period is again teamed, but with all
students working on reading and language arts in a whole-class format. Third
and fourth period the teachers alternate between social studies and "Family."
The content of "Family" at Key/OIC is different from that at Stanton and The
Place. Teachers spend less time on affective education and counseling.
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Instead, such topics as first aid, health, civics, the law, and AIDS are covered.
After lunch is fifth period and another teamed class, this time in art which is
taught by the instructional aide and generally involves leather work. Students
also have the opportunity during art to work on ceramic chalking, drawing,
and calligraphy. Fifth period is used as a motivator to keep students on task
in their other classes. Sixth period is divided into art again and to individual
studies. Students who are behind in work or need remediation in language
arts, reading, or vocabulary work with one of the teachers on individual
contracts and independent study. As at Stanton and The Place, students
receive letter grades for their work.
At Key/OIC as at all other alternative programs students may earn
elective credits for working on the job. Students needing advanced academic
or specialized technical courses may enroll at conventional high schools or at
the regional skills center. Some students take advantage of the dual enrollment
option, but most remain at OIC. A third available option is a half day of
school and a half day of work. Some of the students support themselves and
must work full or part time. They take classes at Key/OIC at different times
of the day to do independent contracted work at home on their own time.
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Strengths and Weaknesses
Key/OIC was originally designed as a transition program for students
ages 14-21. Students were to make up credits or correct deficiencies regarding
their educational programs then were to transfer to Stanton and eventually to
one of the conventional high schools. However, most students stay and
receive their diplomas through Key/OIC from one of the conventional high
schools. The students at OIC, because of its size, develop very close knit
relationships with their peers thus making it very difficult for them to
transition back into the conventional high schools that, because of their size,
do not promote this closeness of peer relationships.
Average daily attendance is 65 percent. The graduation rate has
increased steadily. In 1988, three students graduated; in 1989, six. An
occasional individual decides to pursue education beyond high school. In
1988, one graduate received a scholarship to attend South Seattle Community
College's aviation mechanic program. In 1989, another graduate enrolled in a
well respected automotive and truck technical school in Phoenix, Arizona.
One graduate manages a well respected shoe chain located in the Valley Mall.
The Key/OIC program has on site job opportunities for students
wishing to finish their high school education at Key and wanting job
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opportunities from OIC. It is small enough to deal with the needs of the
students more effectively.
Key/OIC finds itself in conflict with the private enterprise part of its
program which can present problems. The Key program and OIC vie for the
same students and at times the Key program finds its students enrolled in OIC
Education Clinic GED program.

Project 107
This program is located at 602 South Third Street, in a building that
used to house the MAS program. The structure is a one story, five room
building with three teachers. Two teachers are in charge of teaching basic
education courses while the other teacher is in charge of contracts.
Begun in 1985, Project 107 serves street kids ages 14-20 who have no
extended family and live with friends or on the street. Most of the students
are welfare recipients and qualify for the federal government's free or
reduced-price lunch program. All have experienced or are experiencing
substance abuse. Very few of the students are minority. Most of the students
live in the surrounding neighborhood and will not leave it to attend school.
All have either dropped out or been kicked out of conventional schools. There
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are more females than males. Some of the females are either mothers or
mothers-to-be.
Project 107 was originally designed as a transition program. It was a
program for reentering students who needed to experience success and gain
basic academic skills before transferring to one of the other alternative
programs or one of the conventional high schools in the district. One teacher
worked with approximately thirty students on remedial math, English, social
studies, and science. Half of the students attended a three-hour session in the
morning (8:30 to 11:30 A.M.) and the other half, a three-hour session in the
afternoon (11:30 A.M. to 2:30 P.M.). Each session consisted of three fiftyminute periods with ten minute breaks between. Given their previous
unsuccessful experiences with public schools, half a day was about all these
students could handle.
Today the program is still divided into two three-hour sessions, one in
the morning and another in the afternoon, but now almost half of the students
attend both sessions. Enrollment has grown to fifty, and a second teacher with
training in math and science has been assigned to the morning session to assist
the full-time teacher, who is trained in English and social studies.
Approximately thirty five students are currently enrolled for the morning
session. Very few students transfer to one of the other alternative programs or
)
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conventional high schools. Most students choose to remain at Project 107 to
complete their high school course requirements or prepare for the GED.
Students with specialized interests may enroll at one of the other locations, the
skills center, or at one of the conventional high schools to obtain the necessary
class or classes.
When entering Project 107, students are given diagnostic tests in math,
reading, writing, and language arts. Results indicate that, on average, students
are performing two to four years below grade level. They are then placed at
the appropriate levels in various subjects and assigned skills books and teachermade mate.rials. Students work quietly on their own at large tables and receive
periodic assistance from their teacher(s).
All work is given letter grades, and an 80 percent attendance rate is
required to receive credit. Students work toward either a GED or a high
school diploma granted by one of the two conventional high schools. As in all
the alternative programs, the option to do contracted independent study is
available on site. At Project 107 three kinds of students may qualify for
independent study: mothers or mothers-to-be, the seriously ill, and those
working over twenty-five hours a week. These students check in weekly to
obtain new work and to receive evaluation of completed assignments. In
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addition, all students may receive elective credits (seven per year) for work
credit as in the case in all the alternative programs.
Expectations regarding appropriate behavior are posted on the wall.
The five rules all students must follow are:
Do not come to class wasted
No smoking in the building
Respect others
No lying or cheating
No swearing
First-time violation of any of these five rules results in a one-day
suspension from the program. A second violation can result in a longer
suspension or some other form of punishment. Most of these students have a
history of behavior problems, which have in large part, contributed to their
lack of success in conventional schools. As a result, punishments are handled
on a case-by-case basis. The most effective punishment is the threat of
removal from the program. Students at Project 107 are there by choice, and
don't want to leave. Most of these students depend on the affective
relationship that develops between themselves and their teachers for continued
success in the program. They know the teachers are available for them when
they need them.
)
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Strengths and Weaknesses
The program enrollment has grown steadily. This is a testament to the
teachers of Project 107. Average daily attendance was 57 percent in 1987-88
and increased to 68 percent in 1988-89. Completion rates are showing modest
improvements as well. In 1988 one student earned a high school diploma and
two received their GEDs. In 1989 three earned diplomas and one received a
GED. Currently, more than half of the students have remained enrolled for
two years.
The program has three very affective teachers. The lessons are
strnctured so that each student experiences a degree of success. The teache.rs
are available to the students after regular school hours.
Unfortunately, Project 107 is too small to handle all of the students that
would like to attend. It does not provide an academically comprehensive
education program because of the high number of very low level students.

Outreach
Outreach is located at Fifth Avenue and Lincoln Avenue. It is a small
red brick building across the street from the Albertson's Supermarket. The
four-room, one-story structure served as both a radio station and church, but
since 1979 it has housed the district's Outreach alternative program. A
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subprogram of the Yakima Leaming Center, Outreach is designed to serve
twenty-four of the most difficult students in the Yakima school district. Some
of the Outreach students are angry, hostile, adjudicated, economically
disadvantaged, from single family homes and between the ages of 14 and 21.
Almost all of Outreach's students have experienced or are experiencing
problems with substance abuse. Most students qualify for the federal
government's free or reduced-price lunch program. A small percentage are
minority and 75 percent are male. Outreach's students have been in trouble
with the law. Some of the student offenses include drug dealing, fighting, and
injuring a police officer. lTnst1t.isfactory home lives cause most of these

problems. Some of the students live in group homes.
The emphasis at Outreach is on developing affective skills first and
cognitive skills second. Affective objectives of the program include working
together cooperatively, using acceptable language in social settings,
demonstrating appropriate behavior in public places, and building personal
confidence and self-esteem. Cognitive objectives include developing basic
skills acquisition in math and English, primarily in computation and reading
comprehension. To accomplish these objectives, Outreach's curriculum is a
combination of in-school academic coursework, discovery learning concepts,
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and outdoor environmental education. Students spend approximately three
days a week in school and two days a week away from school.
Outreach's staff consists of one teacher who has taught in the program
since its inception in 1979. He is assisted by an instructional aide. Students
respect the teacher because of his knowledge and skill in outdoor education
and his commitment to alternative education. He has been a fixture in the
Yakima alternative program for years.
At Outreach academic subjects are taught during a six-period day that
starts at 8:00 A.M. and ends at 2:00 P.M. The daily schedule begins with
Rng1ish from 8:00 to 8:50 A.M. During this time students work on writing,
spelling, and vocabulary. Students are divided into two groups that reflect
ability levels. One group works with the teacher and another with the
instructional aide. After a ten-minute break, science follows from 9:00 to 9:50
A.M. Here students work on group lessons and individual assignments.
Another ten-minute break, and math is next. Work in math is totally
individualized. From 10:55 to 11 :30 A.M. the students and teacher engage in
discussions about matters of personal concern, current events, interpersonal
skills, and trip planning. Lunch follows from 11:30 A.M. to 12:30 P.M.
Silent sustained reading is from 12:30 to 1:00 P.M. followed by physical
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education, the last period of the day from 1:00 to 2:00 P.M. A nearby park
serves as the athletic field for softball, soccer, and volleyball games.
The two days a week of outdoor education are spent camping out at a
variety of locations around Washington state but primarily at the teacher's
resort. Most trips are three-day, two night affairs, which means students and
teachers are on the road two out of every three weeks. Trips in the winter are
fewer than in the fall and spring. Trip destinations include Westport and
Grays Harbor on the Olympic peninsula, the San Juan Islands in Puget Sound,
Vancouver and Victoria in British Columbia, the Oregon coast, Mount
Rainier, Chinook Pass and other locations in the Cascade Mount~ins, and
numerous sites in and near the Yakima Valley. Two vans supplied by The
Place alternative program are the means of transportation.
The students look forward to the many activities that are planned by
their teacher. For them these activities for a positive bond between teacher
and student. On the Washington and Oregon coasts, students fish, crab, and
whale watch. In the Cascades, hiking and backpacking are the main activities.
In the Yakima Valley historical and cultural sites are the focus. Occasionally,
longer, more involved trips are planned. In 1986 the students took a four-day
excursion to Vancouver, British Columbia, to see EXPO. In 1988 the class
spent five days at Grays Harbor cleaning birds and beaches that had been
)
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soiled by an oil tanker spill off the coast. In 1989 the most ambitious trip was
undertaken, a twelve-day expedition to San Diego, Los Angeles, and San
Francisco.
These trips are designed to serve a number of purposes in the education
of Outreach's students. These trips also serve to create a more positive self
esteem in students by giving them the opportunity to gain hands-on experience.
They remove students for a short time from negative environments and peer
groups. The trips allow individuals to experience new settings and different
groups of people. Traveling and living together with a small number of
individuals can and do lead to friendships, which are all too few among
Outreach students. Students are exposed to a positive male role model. The
teacher fills that area quite appropriately because most of the male students are
without their fathers, which is not healthy regarding their development.
Students must expend some energy and demonstrate some physical fitness on
these outings. Exercise and the accomplishment of outdoor skills help to build
confidence and pride. Finally, students learn about the environment and their
place in it which has been made more clear to them by their opportunity to
work, travel and experience it during hands-on learning.
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The program's main source of revenue is the cutting and selling of
firewood. A great deal of time is spent in the fall cutting and delivering
firewood for sale.
At Outreach appropriate behavior is a necessity in order for students to
be allowed to participate in off-campus programs such as trips. Good
attendance is also a must. Students must earn the right to take each trip by
demonstrating acceptable behavior while in school and on past trips.
Outreach offers most of the options available in Yakima's other
alternative schools and programs. Students may earn elective credits for jobrelated e.xpe.rie.nces. Students may also do contracted independent work to
make up for lost time or to accelerate progress. A small percentage of
Outreach's students work full time and participate in the work credit option.
Outreach students may also enroll at the skills center or at either of the two
conventional high schools; however, very few do.
Strengths and Weaknesses
Originally a transition program, Outreach is finding, as the other
alternative programs have found, that after leaving the program most students
complete their high school eligibility or GED requirements at Outreach.
Daily attendance is very good at Outreach, averaging 67 percent,
second best among the district's alternative programs. Outreach has seen
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success with this program and the discovery hands-on learning that students
participate in at Outreach is making a difference in the lives of their students.
The teacher and aide at Outreach are dedicated to developing the
affective qualities in the students first and then developing the academic skills.
The students that attend this program very seldom transition into another
program. This program teaches the student how to socialize with others.
The program's slight emphasis upon developing academic skills is a
primary weakness of this program. The students at times don't really
understand what their main academic objectives are while attending this
program.

Begun in 1986, Stride is located in the Southeast Community Center
with the MAS program at 1211 South Seventh Street. The neighborhood is
predominantly minority, mainly black and Hispanic. The Southeast
Community Center is a large, concrete building that serves as a social service
agency for the surrounding neighborhood. In the building are housed a drug
prevention program, counseling services, legal services, restaurant and welfare
offices, and after school youth programs. The school district rents one large
and one small room to house the alternative program.
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Stride has a large minority enrollment because it is located in a
predominantly minority neighborhood. The profile of the student body at
Stride is similar to that of the other alternative programs. Most of the thirty
students are economically disadvantaged, and virtually all qualify for the
federal government's free or reduced-price lunch program. Most have
experienced or are experiencing some form of drug abuse. Over half of the
students are adjudicated. They range in age from 14 to 20, but most are in the
14-15 age rangeo
Two teachers and an instructional aide run the program, which operates
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Monday through Thursday from 8:00 A.M. to 2:35 P.M. and on Friday from
8:00 to 11:30 A.M. As with the other alternative programs, Friday afternoon
is for student makeup of incomplete work, attendance and discipline violations,
faculty meetings and home visits. The school day consists of six periods.
First period is math/science from 8:00 to 8:55 A.M. Students work
individually with workbooks and teacher-made materials and are assisted by
the teacher. Second period is social studies from 9:00 to 9:55 A.M. and
whole-class instruction is used. Third period is life skills, from 10:00 to
10:55 A.M. Again, whole-class instruction is the approach. Topics such as
abuse, AIDS, the law, interpersonal relationships, substance abuse, family
crisis, and job-related skills are covered at this time. After lunch is fourth
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period, reading/language arts. Depending on the lesson, students work
individually or cooperatively. Grammar and writing exercises are done
individually, while discussions of literature are whole class. Fifth period is
ethnic studies, from 12:45 to 1:35 P.M. Ethnic studies and culture are
stressed, and instruction varies from whole-class to individual assignments.
I

Last period is physical education, from 1:40 to 2:35 P.M. The community
center has an excellent gym, which students use for basketball and volleyball
games. An adjoining weight room offers another opportunity for physical
fitness. Softball is played outdoors at a nearby park.
Strengths and Weaknesses
Most of the students are performing below district norms academically;
two years below grade level is the average. Each student is diagnosed
individually and assigned the appropriate materials. Acquisition of basic skills
is the focus of the curriculum at Stride. Designed as a transition program, the
students were expected to transfer to one of the conventional high schools after
receiving the necessary remediation. Very few students transition back into
the conventional high schools. They seem content to finish their high school
education at Stride. Currently none take advantage of the dual enrollment
option.
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As is the case at the other alternative programs, Stride students may
earn elective credits for working on a job. They also have the option available
to them to do contracted work as a way to make up credits for assignments
that may not have been completed because of their work schedules. Some of
Stride's students attend the program part-time and fulfill the remaining
requirements through independent contracted work.
Stride has been integrated into a larger and more comprehensive
program. In 1988, there were no high school graduates from Stride, but in
1989 there were three.
The Stride program is a place where ethnic minorities feel that their
basic human needs are being met (fun, freedom, love and power). This
program tells them about what their ancestors have contributed to the
American society and to the world. It is a very affective oriented program.
The Stride program tends to only attract minorities. The educational content
of the program generally leans toward social studies.

Crossroads
Located in the old Castlevale elementary school, it is funded by the
Children's Home Society of Washington, which subcontracts for services with
the Yakima school district and Central Washington Comprehensive Mental

50
Health. The program makeup consists of a program manager, one teacher,
one aide and mental health counselors that work with the students to address
their psychological needs in a school setting. This program has twelve
students, an excellent student to teacher ratio to be able to deal more
effectively with the needs of the whole person. The educational emphasis is
basic education, math, English, and social studies. The school day is 8:00
A.M. to 2:35 P.M.

The expectations in the Crossroads program are made quite clear from
the very beginning. Only those students which will be best served by their
program are placed within it. The program is not hopelessly overloaded with
all students who have special needs. Roles within the program are clarified.
Students are told precisely why they are invited into the program (because they
have mental health and academic concerns that need to be addressed while
attending school). The adults involved in the program are not there because
they think that the students are all right. They are participating because they
are experienced professionals with specific skills which these students need to
be able to access.
Strengths and Weaknesses
This program is able to provide psychological, mental health and
educational counseling to the students on-site and in a school setting. It is
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small enough to address each of its students educational and psychological
needs.
The program is very effective although it is too small to deal with the
number of students who truly need its services. The teacher has difficulty
discerning between which of the students needs are most important during their
contact time. There is a lack of adequate time during the day to deal with all
of the students' needs. When students leave the program, there is not a
program like this one available which tries to deal with the psychological and
mental problems of the student. Students seem to have trouble discerning
which of their needs are the more important, academic or social.

Juvenile Detention Facility School Program
The purpose of this program is to provide an education which
concentrates on basic math, reading, English, social studies and life and social
skills. It is to provide mandatory schooling for incarcerated students in the
juvenile detention facility school program. Participation is mandatory pursuant
to RCW 28A (see Appendix A for definition).
A variety of students are served in this program but generally students
fall into the following categories. In each category, there are slightly different
student goals.
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1.

Short Term Stay (3 School Days or Less). Not Presently in School:
Goal: to provide the appropriate basic program for the student.

2.

Short Term Stay (3 School Days or Less). Student in School:
Goal: to involve students in the basic program but channel them into
classes which the teacher determines to be most similar to those at the
home school.

3.

Long Term Stay (More than 3 School Days), Student in School:
Goal: to coordinate through the teachers and/or the probation
counselor to get materials from the home school. The parent or
probation staff will be responsible for arranging pick-up of school
materials so the teacher can assist the student to stay abreast of his/her
classmates at the home school. The Detention Manager will:
a.

Communicate with the probation staff and teachers to be sure
that each is aware of projected student release dates; and

b.

Coordinate with other probation personnel to pick up work for
out-of-district students. The teacher will contact the Youth
Services Center and ask for assistance to have materials brought
to detention for students from the Yakima School District.

4.

)

Long Term (More Than 3 School Days), Student Not in School:
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Goal: to place the student in the educational program and to begin
counting his/her work for credit. For individuals in this category, a
half credit will be issued for every 24 class hours of satisfactory
performance in any given class. "General studies" half credits may
also be given on the basis of 24 total class hours of satisfactory
performance.
The teacher interviews every new student each morning before class
begins. The student's academic program will be developed after the student is
tested. Regular attendance in classes begins at 8: 15 A.M. or as soon
thereafter as it can be arranged. As with the other programs, Monday through
Thursday, six 45 minute classes per day are taught beginning at 8: 15 and
ending at 2:50 P.M. The teacher is available in the building from 7:45 A.M.
until 3: 15 P.M. The classes that are offered include math, English, history,
reading, family, life and social skills, physical education and special classes
such as dealing with anger skills training and guitar playing.
On Friday the teacher is able to reward students for behavior and
performance, motivational and enrichment activities are planned. Summer
school is also available and coincides with other Yakima School District's
summer school programs. The atmosphere is more relaxed, informal and
flexible. The student-adult ratio has a "target" of 8 to 1. Each of the teachers
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strives toward a minimum of 20 hours of basic, academic instruction skills per
week. The other hours of instruction are for enrichment and motivation
experience in the classroom. All students receive credit for all assignments
and experiences in the classroom.
Teachers report all credits earned by Yakima County students to the
appropriate school district. For students in Yakima School District, credits are
reported to the Youth Services Center. All credit slips are transmitted through
the Yakima Alternative School Principal. Teachers refer all students that are
residents of Yakima County and not in school to an educational program. If
the student live.s in the Yakima School District area, the referral is made to the
Youth Services Center.
Detention staff assume the major portion of the responsibility for
security. Educational staff are aware of and follow the basic security
guidelines of the facility. Teachers are responsible for routine classroom
discipline and control. The teachers make the decision as to the acceptable
limits of individual student behavior in the classroom. Detention staff carry
out the disciplinary action as needed in cooperation with the Detention
Manager. Removal of a student from the classroom because of unacceptable
behavior is an available option. However, optional techniques are explored to
avoid individual students deliberately creating problems to manipulate their

)
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being removed from school. If removal is necessary, a teacher may initiate
the action. Any discipline requiring a juvenile to be locked in his room for
more than a thirty (30) minute time out is to be reviewed by the Detention
Manager or Lead Detention Officer for approval/co-signature.
Detention staff try to eliminate any unnecessary interruptions. The
movement of students in and out of the classroom for probation counselors,
attorneys, court, etc., is carried out as discreetly as possible. If there is a
disagreement between the educational staff and the detention staff, the concern
is to be resolved outside the classroom-not in front of students and at the
lowest level possible. If such an issue cannot be resolved at this level, the
supervisors intervene.
Strengths and Weaknesses
The Juvenile Detention Facility program has a captive audience thus
making it easier to introduce the lessons. Discipline is not a problem because
students are all quite aware of the rules. Students would rather be in school
because not being in school means that they are locked in a small cell.
Attendance is virtually 100%. The students are very respectful of their
teacher. The teacher is a very affective person and stresses respect for self
and others. There is also a very comprehensive skills training program in
place on site to deal with developing appropriate social skills. The students
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are also allowed to participate in extracurricular activities such as pool or ping
pong tournaments that help make their stay more bearable.
The short term stay makes it impossible to impact students very much
educationally. Most students participate because they do not want to be locked
in their rooms. The school curriculum is basic and very limited. Being
locked up makes the students feel like they are not human, that nobody really
cares about them, thus making it difficult to sell to them the idea that they
need an education to succeed in life.
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Chapter 5
Summary, Conclusions and Recommendations

While the best approach for dealing with at-risk youth is early
intervention measures, such as preschool education, the Yakima alternative
school program is a viable place to start turning these young lives in a positive
direction. Many studies have been conducted regarding the value of affective
teachers. One such study was Epstein's 1989 study of eleven Maryland school
districts. Epstein found that parents had different views than principal's
regarding the attributes/qualities of a good teacher. Principals emphasized
classroom and situational factors along with a willingness to undertake extra
work when evaluating teachers. Parents emphasized interpersonal qualities and
the willingness of the teachers to communicate and make contact with them.
The study also suggested that parents wanted knowledgeable and warm, caring
teachers. Alternative education programs possess a small school atmosphere
where warmth, caring and intensive personal attention and direction are
provided on an individual basis. Change in attitudes, work habits and
behavior are a real likelihood under these conditions.
If society continues to allow many of its at-risk youth to fail, it will not

only impoverish these youth, it will impoverish the nation-culturally,
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politically and economically. The importance of making schools more
effective places of learning is a must, and a main objective of the Yakima
alternative education programs.
Fundamental school restructuring including school-based management,
greater decision-making opportunities for teachers, smaller schools and smaller
classes, greater parental involvement, and a variety of social support and
health care is needed.
For the Yakima alternative education programs to continue to impact
the lives of at-risk youth, special funds must be set aside to deal with not only
the youth regarding the educational process, but the youth regarding their
psychological self. These students come to us with problems that make it
impossible for them to concentrate on educational data that takes second place
to the reason that they are in an alternative situation, increased guidance
counseling, job development, home services, and family counseling must take
center stage before a student can learn and before we can have any success in
turning these students lives in a positive direction.
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